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ABSTRACT
THE RESPONSE TO INTERVENTION SERVICES OF A LARGE SUBURBAN
SCHOOL DISTRICT AND ITS ABILITY TO INCREASE STUDENT
ACHIEVEMENT ON I-READY READING EXAMS ACROSS A THREE-YEAR
PERIOD
Matthew Boccanfuso
The purpose of this study was to determine the effectiveness of a large, suburban
school district’s RTI interventions services in raising student achievement on i-Ready
Reading exams over a three-year period. This study determined the effectiveness of RTI
services on the i-Ready reading scores of a selection of 135 students at a large, suburban
high school. In order to qualify for the study, the students must have received RTI
services and sat for the i-Ready exam in each of the three years included in the study. The
study analyzed the participants’ i-Ready scores over a three-year period from the 20172018 school year to the 2019-2020 school year. The results provide researchers, school
administrators, and other school personnel insight into what RTI model would best
support student-reading achievement.
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CHAPTER 1
Introduction
“Every student can learn, just not on the same day, or in the same way” (Stevens, 2012).
Children with low literacy skills are more likely to have poor grades, display
behavioral problems, have high absentee rates, be retained, or drop out (Clarke,
2017). Gawel (1996) argues that strong literacy skills are integral to
an individual becoming competitive in a global economy and the greater the number of
citizens with low literacy skills, the greater the adverse effect on society, both socially
and economically. A society made up of individuals with low literacy skills often
manifests into a lower GDP and increased cost to taxpayers due to increased
unemployment, welfare payments, incarceration, and
social assistance programs. The researcher in this study focused on a school district’s
ability to increase reading achievement and reverse some of these trends in education and
society. One proactive intervention to support literacy is a Response to Intervention
(RTI) model that supports struggling students.
An RTI model that best supports students’ academic, social, and emotional needs
provides interventions in a prompt manner and avoids situations that result in student
failures (Gartland et al., 2020b). When assessment data indicates a problem area for a
student or a group of students, interventions are initiated to address the concerns
(Harkins, 2016). While interventions are taking place, school staff monitor the progress
that these students are making in the identified problem areas. The services within the
RTI program provide information that allows teachers to better evaluate student needs
and match instruction, resources, and interventions appropriately. Martinez et al. (2006)
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found that intervening in reading before it is too late to remediate, affords students a
greater chance of experiencing academic success in all subjects.
As a preventative measure and support structure, districts employ various RTI
methods to help increase reading achievement among struggling students. RTI is a multitier approach that provides early identification and support of students with learning and
behavior needs (Stevens, 2012). The RTI process begins with the screening of any
students struggling in general and special education classrooms. The students identified
as struggling are provided with interventions at increasing levels of intensity to address
the identified needs (Bose et al., 2019). The intention and purpose of RTI is to provide
teachers with timely information about students in order to improve student learning and
overall performance. These services may be provided by a variety of personnel, including
general education teachers, special education teachers, and specialists, such as social
workers and instructional support staff. Progress is monitored to assess both the learning
rate and level of performance of individual students. RTI is designed for use when
making decisions in both general education and special education, and guided by child
outcome data (Bender, 2001).
Savitz et al. (2018) state that the typical RTI model consists of three tiers. Tier I is
defined as the baseline level of universal interventions designed to meet the behavioral
and emotional needs of most students in the school setting. Tier I is intended to be
preventative and proactive; eighty to ninety percent of students should respond to this
type of intervention. Tier II is defined as targeted support for struggling students in
general education classrooms and is offered in addition to the behavioral strategies used
in the classroom. Five to ten percent of students in this tier will respond to this level of
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intervention. Tier III is defined as the most intensive behavioral support available in a
school and is reserved for students with chronic and severe behavioral and academic
problems. At this level, the parents work closely with the teacher and behavior
specialists. Tier III interventions require careful planning and are highly individualized.
Schools are tasked with supporting students physically, socially, emotionally, and
academically. Supporting the whole child by considering their relationships, selfregulation, academic competence, and physical and emotional well-being is a daunting
task and to assist, most schools employ the expertise of a team of professionals that range
from teachers, guidance counselors, social workers, and psychologists. The enormity of a
large district may create cataracts to provide the support that is necessary to
accommodate all students. As is often the case, students who struggle with reading get
“lost” in the system as they traverse from the elementary to middle and high school levels
within a district. As a preventative measure and support structure, districts employ
various RTI methods to help support struggling students. If implemented with fidelity, an
RTI team can recommend interventions, accommodations, and services at an early stage
to decrease academic and behavioral challenges for struggling students. All too often,
school districts struggle to facilitate successful and sustainable RTI programs due to
fiscal issues, lack of alignment and shared vision, employee resistance to change, or
inadequate/insufficient training (Avant, 2016).
RTI services are often utilized to address gaps in reading achievement and there
are many studies that highlight various models’ ability to effect positive change. RTI is
not a particular method or approach but rather a process that aims to shift educational
resources toward the delivery and evaluation of instruction that works best for students
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(Miciak et al., 2019). Districts employ a multitude of RTI reading programs such as
Orton-Gillingham, Core 5, and Leveled Literacy (Harkins, 2016). These programs
include strategies included in all three tiers. Schools and districts often run into barriers
that can prevent successful implementation and those barriers can include inefficient
leadership, progress-monitoring neglect, to intervention group numbers.
During the last four decades, suburban school districts have experienced a
changing demographic in their student populations. The change is due to a migration of
families from inner cities searching for better educational opportunities for their children
and an influx of newly arrived immigrant families (Schindler et al., 2019). Demographic
changes are the driving force behind the most recent educational initiatives on the local,
state, and federal levels. The desire to support disadvantaged learners is the subject of the
most recent school mandates. The increasing diversity in student populations has created
a need for school districts to diversify the interventions they create to support this
changing demographic. The 21st century RTI model must identify and implement
interventions to support the shift in student demographics and increased numbers of
struggling students (Avant, 2016).
Purpose and Study Design
The purpose of this study was to evaluate the RTI services of a large, suburban
school district and its ability to increase student achievement on i-Ready reading exams.
Specifically, the study involved 135 participants from various grade levels that received
RTI services for a three-year period, while also having sat for the i-Ready reading exam
in three corresponding years from 2017 to 2020.
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The primary analyses were conducted to determine the impact of RTI services on
student achievement. An intended consequence of the study was to evaluate the resource
application for the district in question and the evaluation of their RTI model as compared
to others highlighted in the study.
Theoretical and Conceptual Framework
This study draws on the theoretical frameworks of Barak Rosenshine (1982) and
Robert Gagne (1965).
Rosenshine’s Principles of Instruction (1982) focus on aspects of learning and
instruction that are universal such as questioning, practice, and building knowledge.
Rosenshine (2009) creates direct connections from research to practice and provides a
clear link to cognitive psychology and the science of the brain. Four themes permeate
through the 10 sections that make up Rosenshine’s Principles and they are reviewing
material, questioning, explaining, and modeling practice. The framework includes 10
sections that encompass a systematic process that could serve to streamline and organize
any highly effective RTI program.
Gagne’s Nine Events of Instruction (1985) proposed a series of events that
address the mental conditions associated with learning theory. The nine events are
intended to provide teachers and support staff a set of guidelines to create highly effective
learning environments and experiences. The nine events can be modified to fit the content
on any level of student knowledge. The events are supported by research and grounded in
learning science. Gagne’s Nine Events (1992) can be applied at any interval during the
RTI process and would serve to prepare and deliver a high level of instructional content
and support services.
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Conceptual Model
Figure 1
Conceptual Framework
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Significance of the Study
Miciak et al. (2019) found that many districts and schools struggle to effectively
implement RTI programs and services to increase student-reading achievement. Research
indicates that ineffective RTI programs fall short due to inefficient leadership, ineffective
or outdated interventions, failure to analyze data efficiently, and a lack of progress
monitoring. Miller (2003) found that districts who are successful in implementing RTI
focus careful analysis on performance data for all students. The researcher in this study
examined the effectiveness of a large, suburban school district’s RTI intervention
services in raising student achievement on i-Ready Reading exams over a three-year
period. The researcher in this study utilized a quantitative approach to analyze a district’s
RTI program and its ability to increase student-reading achievement.
Research Questions
The following research questions were used to guide the collection and analysis of data:
1. To what extent do students who participate in RTI demonstrate academic growth
over the course of three academic school years as measured by i-Ready reading
scaled scores?
H₀: There will be no significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
H₀: There will be significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
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2. Does gender have a significant effect on the success of RTI programs in a large,
suburban school district, as evidenced by i-Ready reading test results?
H₀: There will be no significant mean difference in i-Ready scores based upon
the students’ gender (male or female) over the three years students received RTI
intervention.
H₀: There will be a significant mean difference in i-Ready scores based upon the
students’ gender (male or female) over the three years students received RTI
intervention.
3. Does attendance predict academic growth in RTI programs in a large, suburban
school district, as evidenced by i-Ready reading changes in score over a threeyear period?
H₀: There will be no relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
H₀: There will be relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
Definition of Terms
ELL (English Language Learner). A national-origin-minority student who is
limited-English-proficient. This term is often preferred over limited-English-proficient
(LEP) as it highlights accomplishments rather than deficits (Gottfried, M. A. (2011b).
i-Ready. A web-based adaptive diagnostic assessment and instruction program.
The diagnostic assessment identifies which students are experiencing difficulties with
specific skills, providing real-time, actionable data and reports to guide teachers in
effective intervention. The i-Ready Diagnostic is reported using a vertical scale that
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allows for comparing growth within and across years. Students receive a scale score each
time they take the diagnostic assessment. The difference between these scale scores
represents their growth along a continuum (Britz et al., 2014).
MTSS (Multi-Tiered System of Supports). A framework that many schools employ
to give targeted support to struggling students. It is referred to as the MTSS Framework,
the MTSS process, or the MTSS model. Nellis (2012) defines MTSS as an integrated,
comprehensive framework that focuses on CCSS, core instruction, differentiated
learning, student-centered learning, individualized student needs, and the alignment of
systems necessary for all students’ academic, behavioral, and social success (Fuchs et al.,
2012).
Phonemic Awareness. Phonemic awareness is the ability to identify and
manipulate individual sounds (phonemes) in spoken words. We know that a student's
skill in phonological awareness is a good predictor of later reading success or difficulty
(Gartland & Strosnider, 2020b).
Phonological Awareness. Phonological awareness is the ability to recognize and
manipulate the spoken parts of sentences and words. Examples include being able to
identify words that rhyme, recognizing alliteration, segmenting a sentence into words,
identifying the syllables in a word, and blending and segmenting onset rimes (Gartland &
Strosnider, 2020b).
PLC (Professional Learning Community). The term professional learning
community first emerged among researchers as early as the 1960s as an alternative to the
isolation endemic to the teaching profession in the United States. The research began to
become more explicit in the late 1980s and early 1990s. The term PLC refers to a group
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of educators that meet regularly, share expertise, and work collaboratively to improve
educational outcomes for students in each setting. Successful PLCs (professional learning
communities) promote distributed expertise and recognize that their individual and
collective goals are best met by working together (Fullan, 2016).
RTI (Response to Intervention). A multi-tier approach to early identification and
support of students with learning and behavior needs (Fuchs et al., 2012).
RTI Direct (Response to Intervention Direct). A program that simplifies a
district’s ability to track, document, manage, and monitor the application of response to
intervention initiatives and all assessment data related to RTI. As this study began, the
RTI Direct program was sold and transitioned to RTI & MTSS Program Management.
SPSS (Statistical Package for Social Sciences). A powerful statistical software
platform that allows a researcher to better analyze and understand data. SPSS offers
advanced statistical analysis, a vast library of machine learning algorithms, text analysis,
open-source extensibility, integration with big data, and seamless deployment into
applications. Its ease of use, flexibility, and scalability make SPSS accessible to users of
all skill levels. It is suitable for projects of all sizes and levels of complexity and can help
an organization or school system find new opportunities, improve efficiency, and
minimize risk (Schindler et al., 2019).
SWPBS (School-wide Positive Behavior and Supports). A process for creating
safer and more effective schools. A systems approach to enhancing the capacity of
schools to educate all children through research-based, school-wide, and classroom
behavior support systems (Hite & McGahey, 2015).
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Tier I Intervention. Tier I supports are academic and behavioral strategies that all
students have access to. These interventions set the foundation for behavior in the
classroom (Shell et al., 2019).
Tier II Intervention. Interventions that provide students with specific behavioral
support to succeed. When that is the case, teachers should rely on Tier II academic and
behavior Interventions to help students. Tier II interventions apply to a small group of
students (Shell et al., 2019).
Tier III Intervention. The most specific and targeted interventions. Tier III
interventions are individualized (Shell et al., 2019).
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CHAPTER 2
In this chapter, the researcher will highlight the theoretical frameworks that
served as the foundation of this study, provide a history of RTI, and review related
research that describes various RTI models designed to support students, both
academically and behaviorally. Rosenshine’s Principles of Instruction (2009) and
Gagne’s Nine Events of Instruction (1985) identify research-based, pedagogical best
practices that would serve as the backbone to an RTI framework that would best support
struggling students. The frameworks provide a scaffolding of instructional strategies that
would assist a district in constructing an RTI model that best supports students.
The related research in the following chapter will connect the original intention
and purpose of RTI and how it is presently facilitated in public education. The literature
will highlight the value of RTI in supporting student-reading achievement and the impact
that support has on academic success in all other disciplines. The researcher will forge
the connection between what has proven to work in the RTI field and what is actually
taking place in the district analyzed in this study.
Theoretical Framework
Rosenshine’s Principles of Instruction (2009) connect teacher actions to the
learning process. The principles highlighted in Rosenshine’s research could serve as the
backbone to a district’s successful RTI program. The principles are as follows: (1) begin
a lesson with a short review of previous learning; (2) present new material in small steps
with student practice after each step; (3) ask a large number of questions and check the
responses of all students; (4) provide models; (5) guide student practice; (6) check for
student understanding; (7) obtain a high success rate; (8) provide scaffolds for difficult
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tasks; (9) require and monitor independent practice; and (10) engage students in weekly
and monthly review. Rosenshine’s research (1996) was collected from teachers in schools
and colleges and centered on improving their performance, direct instruction, and all
strategies are based on cognitive science. Rosenshine (1996) defines cognitive science as
the interdisciplinary study of mind and intelligence. The research highlights best practice
for highly effective instruction and is a collection of practices of master teachers (those
who achieved the highest scores on various achievement tests). The research highlights
the importance of active practice, specific feedback, application and transfer, independent
practice, and constant support. Rosenshine’s research emphasizes the premise that
‘practice makes progress’ and it would be applicable to any successful RTI program. The
research supports chunking material, a focus on metacognition, linking learning to
student schema (background knowledge), and assessing student learning before moving
forward with additional instruction. Rosenshine (1996) supports the practice of
presenting material to those in need of academic interventions in small doses to avoid
overloading a student’s working memory (the place where a student processes
information) because it is very small. The research also supports the importance of
affording students time to practice new material and providing them multiple
opportunities to show what they know. Rosenshine (2009) argues that “cognitive
apprenticeship” or assisting students in solving difficult problems by modeling and
scaffolding can support students in becoming stronger readers. Rosenshine’s research
examines how teachers and support staff can best support struggling learners by focusing
on how the mind acquires and uses information.
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Gange’s Nine Events of Instruction (1985) distinguishes three separate learning
categories: preparation, learning, and practice/assessment/transfer. He then further
delineates nine categories: (1) gaining attention (reception); (2) inform learners of
objectives; (3) stimulate recall of prior learning (retrieval); (4) present stimulus; (5)
provide learning guidance; (6) elicit performance; (7) provide feedback; (8) assess
performance; and (9) enhancing retention and transfer. The levels can be applied to any
RTI program to help support student reading achievement. The nine levels have a
foundation in providing learning guidance across all grades and academic skill levels.
Gagne (1985) argues that strategies such as utilizing an array of visuals, personalizing
learning, placing learners in situations to apply their knowledge, creating brief formative
assessments, applying constructive criticism and positive feedback, and employing the
use of interactive summative assessments can best serve to support students in a response
to intervention program. Much like Rosenshine (1996), Gagne’s research has its
foundation in the field of cognitive neuroscience (the science of the brain). The neural
connections in the brain that are involved in the process of cognition are at the heart of
both frameworks.
The theoretical frameworks that serve to guide this study were utilized in
conjunction with Bloom’s Revised Taxonomy and Maslow’s Hierarchy of Needs. Davis
(2011) describes Bloom’s Revised Taxonomy as a framework to provide teachers and
support staff a common language for teaching, learning, and assessment. Gawel (1996)
describes Maslow’s research in the Hierarchy of Needs as humanistic psychology that
suggests people require the most basic needs before moving on to more advanced needs.
The frameworks serve to highlight supports for students in an academic, social, and
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emotional capacity; in essence, supporting the whole child in order to improve academic
achievement. Any effective RTI program begins with the premise that you need Maslow
before Bloom. Essentially, educators who are truly focused on personalized interventions
need to ensure that students’ basic needs are being met before they address any cognitive
deficiencies. This study explored how these theoretical frameworks and guiding
principles serve to support an RTI program that specifically supports student-reading
achievement.
Definition/Origins of the RTI Model
Changes in federal and state laws have directed and invited schools to focus on
supporting all students by addressing problems as early as possible within the educational
setting. The most recent legislation emphasizes high quality, evidenced, and scientifically
based instruction and interventions that support the social, emotional, and academic
learning needs of all students. The statutes hold states and schools accountable for the
adequate yearly progress of all students. The process of providing interventions is
referred to as RTI. The educational community has not decided on a common definition
or framework for RTI in existing literature (Monoghan, 2007). RTI programs typically
comprise: (a) a scientifically based core curriculum; (b) universal screening; (c) progress
monitoring, and (d) decisions about adequate tiers (Nellis, 2012).
RTI is a problem-solving process intended to support struggling students’ needs
(Ofiesh, 2006). RTI is an early identification tool to help support struggling students. The
initial appearance of RTI occurred in 2004 with the Individuals with Disabilities
Education Improvement Act (IDEA) and educators were invited to use the measurement
of a student’s response to scientific, research-based interventions to determine the
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presence of a learning disability (Nellis, 2012). The terms scientific and research-based
refer to the fact that interventions used should be based on practices that have produced
verifiable results through research studies (Gettinger et al., 2008).
Jimerson et al. (2016) define RTI as a process designed to help schools focus on
high-quality interventions that correlate to student needs and monitored on a frequent
basis. The data gathered from the RTI process is used by school personnel to adapt
instruction and make decisions regarding the student’s educational program. RTI systems
are divided into three tiers and with each tier come more aggressive and personalized
interventions.
The Three Tiers of RTI
An effective RTI model is organized into three levels or tiers of interventions.
Hite et al. (2015) define the tiers of RTI or MTSS (multi-tiered system of supports) as
Tier I or the level of instruction found in the classroom, Tier II a more deliberate and
explicit instruction and feedback is more direct, and Tier III the most intensive, one-onone instruction, including the introduction of specialists with specific expertise to provide
more intensive, individualized interventions.
Tier I (Low Risk) is traditionally intended for 80% of students to receive
effective, differentiated instruction provided by a classroom teacher using researchedbased curriculum practices. Tier I interventions can include breaks, consequences, praise,
rewards, differentiation, and accommodations (Avant, 2016). Teacher training and
professional development are focused on this initial tier to arm educators will the tools to
successfully progress-monitor their students on an individual basis. Failure at this first
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tier to successfully identify student weaknesses often manifests into declining graduation
rates and college and career readiness (Bessey & González 2018).
Tier II (Medium Risk) normally is intended for the 15% of students who do not
respond to Tier 1 interventions and require small-group interventions to help them
achieve proficiency. Tier II involves small group instruction that specified instructional
procedures for a specified duration (Safari et al., 2020). Tier II interventions can include
small-group instruction, social skills groups, mentoring, and peer tutoring. (Kuchle et al.,
2015). It is at this level of RTI that educators identify those who may need a more
personalized intervention plan. It is integral that teacher training and professional
development be focused on the progression of intensive Tier II interventions.
Tier II interventions are particularly important in combating the effects of the
pandemic. The pandemic has had a profound effect on the mental health of students as a
result of the prolonged and forced isolation of society over the course of more than two
years (Gartland & Strosnider, 2021). Although the archival data utilized for this study
were pre-pandemic test scores, interventions at this level will be integral in addressing
student deficiencies that resulted from the pandemic.
When a combination of Tier I and II interventions fail to produce the desired
results, a student would qualify for Tier III. Tier III (High Risk) normally involves 5% of
students and incorporates intensive, researched-based one-to-one interventions to
increase student proficiency (Safari et al., 2020). At Tier III, the teacher provides many of
the same interventions as Tier II, but they are more intensive by having longer and more
frequent sessions, and a smaller group size (Kuchle et al., 2015). Progress monitoring is
most intensive at this tier and the teacher can determine if there is a need for more
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profound intervention. It is at this level of intervention that schools find their most at-risk
group of students. Educators must be able to identify specific student needs and
customize a plan for each child to prevent further decline. This study has highlighted the
importance of specified RTI professional development, and it is most important at this
level. Avant (2016) conducted a study that included a group on student who received
tiered reading intervention to a second group who did not. The study was conducted over
a four-year period and the researcher concluded that students who received Tier II and III
interventions displayed improvement on all reading measures when compared to the
contrast group from the same school.
Sparks (2015) argues that when progression through all three tiers of intervention
have been completed and RTI efforts seem to be insufficient to produce the desired
academic result, the evidence suggests that a student requires more support than a regular
educational setting can provide. The next step would be a special education referral.
Educators need to be knowledgeable in interpreting data and assessment to be sure that a
referral to special education is necessary. When RTI programs are not organized
appropriately and teachers are not adequately trained, too often students are overclassified (Fuchs et al., 2012). The students who are most often over-classified are ELL
(English Language Learners). Interventions for the ELL population need to be standardsbased best practices and thoroughly understood and implemented by their team of
educators. Special education accommodations are undoubtedly invaluable for those who
truly possess academic disabilities, but for those who do not, the stigma of a special
education designation can hinder self-esteem and success later in school and life (Fuchs
et al., 2012). A disproportionate number of minorities are over-classified in our nation’s
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school and one way to remedy that would be more efficient RTI programs that better
support students in the early years of their education (Castro-Villarreal et al., 2016).
Although not the focus of this present study, it would be interesting to delve further into
the positive effects of RTI in preventing over-classification of minorities. Avant (2016)
reported a 7% reduction in special education placements as a result of providing students
with effective and sustained Tier II and III interventions over a four-year period.
RTI and Reading Interventions
Literacy skills are largely the focus of any successful RTI program. According to
current reading research, a student who receives reading interventions at the first sign of
failure in the primary grades is much more likely to experience improved success
throughout the remainder of their educational journey (Haager et al., 2007).
Monaghan (2007) highlights the importance of a primary emphasis of RTI efforts
toward reading instruction. Bose et al. (2019) review the components and meanings of an
RTI scientifically based core-reading curriculum that meets students’ academic needs are
many, but at the core exists a list of essential skills that all readers must possess.
According to Bose et al. (2019), those skills are phonemic awareness (understanding that
sounds of a spoken language work together to make words), phonics (identifying a
relationship between the letters of a written language and the sounds of a spoken
language), fluency (the ability to read text quickly and accurately), vocabulary (an
understanding of words one must know to communicate), and comprehension
(understanding what one is reading).
Universal screenings are integral to measure a student’s reading achievement and
they usually take place three times per year. According to Bose et al. (2019), student
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performance at each screening period is measured against a minimal benchmark score,
and students who fail to reach the benchmark receive additional reading instruction. The
most integral component to the RTI process progress-monitoring. Effectively diagnosing
and remediating student academic deficiencies lies at the heart of any successful RTI
model. Educators need to be armed with the tools to understand what effective
interventions look like and how and when to utilize them to assist their students.
Zirkel (2017) reports that RTI reading initiatives offered to students over a two-year
period in a similar district to the one analyzed in the present study resulted in increased
achievement and they were modeling reading for students (students actively listening
while an adult or peer reads aloud); response or repeated practice (providing frequent
opportunities for students to respond); guided practice and/or independent practice
(supervised practice with immediate feedback); and word sorts (closely examining words
to determine if they contain similar or distinctive characteristics). Much like Rosenshine
and Gange’s theoretical frameworks that serve as the foundation of this study, these
reading initiatives are researched-based best practices and specific to student needs.
Kuchle et al. (2015) determined that student who received the following reading
interventions experienced significant gains on the post-tests designed to measure
academic growth. The study highlights five RTI reading initiatives that improved
students reading skills over-time: (1) review Fry’s instant sight words (reviewing the
most commonly used words in our current society); (2) repeated reading (provide short
passages and have them read repeatedly); (3) systemic sequential phonics and decoding
(focus on phonemic awareness and letter knowledge); (4) increased independent reading
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time; and (5) technology assisted reading. Kuchle et al. (2015) determined that these
strategies could easily be incorporated into an RTI model across all grades.
Gartland & Strosnider (2021) reported on the pandemic’s effect on education and
the impact of remote learning on early literacy instruction. Their research noted that prior
to the pandemic, reading fluency was growing at normal rates and dropped close to zero
in the fall of 2020. RTI programs will need to be carefully coordinated post-pandemic to
address the regression in reading development. The regression was particularly egregious
in low-performing districts. The pandemic highlighted and grew the growing equity gaps
in education. Communities of color were profoundly affected by the pandemic and their
educational systems were not spared. RTI can play a vital role in addressing the gaps
personified by the pandemic. The development of oral reading fluency in grades 1
through 3 an integral building block to student academic success in future grades
(Jimerson et al., 2016). The i–Ready reading diagnostic scores collected were not
impacted by the pandemic as the final year’s scores were collected in February of 2020
and the pandemic, for all intents and purposes, began the following month.
The Benefits to RTI
The central benefit of a successful RTI program is in identifying struggling
learners and addressing their individual needs. RTI is a multi-tiered approach to
providing teachers with research-based interventions that serve to support struggling
learners. The intention and purpose behind RTI are to offer teachers timely information to
improve student learning and performance. Although RTI can be implemented at any
level, it is most impactful in the early grades.
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Hite & McGahey (2015) determined that early interventions at the primary levels
often manifests into increased achievement throughout a student’s academic career.
Although there is no clear “one-size-fits-all” model, the three tiers of RTI offer
interventions that vary in intensity and provide whole class, small group, and
individualized assistance and support. The progress monitoring data is utilized to
diagnose, address, and remedy learning deficiencies before they become cataracts to a
child’s learning.
Rosenshine et al. (1996) argues that the progress-monitoring component of RTI is
perhaps its most integral. RTI is the antithesis of the traditional aptitude achievement
model that is often criticized for its wait to fail approach. Prior to the emergence of RTI,
Savitz et al. (2018) reports that awaiting traditional test results was often too late. RTI
offers remediation at each level of the model or process. Shell et al. (2019) argues that
early identification of specific academic needs results in less referrals to special
education. The research highlights the importance of deciphering between a student with
an actual learning disability and a student who performs poorly in school due to other
mitigating factors such as inadequate instruction.
Sciaraffa et al. (2018) determined that RTI executed with efficiency, serves to
identify children whose innate learning difficulties hinder their learning. The scaffolding,
progress-monitoring aspect of RTI allows the district, team, or educator to tailor
interventions to individual needs in the moment. Bose et al. (2019) discovered that
academic struggles often manifest into behavioral problems of all kinds and concluded
that by addressing a student’s academic deficiencies and affording him/her greater
confidence, the student was less inclined to act out in a negative manner.
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RTI also creates a shared sense of responsibility and accountability for a student’s
learning. RTI is grounded in a true team approach, as all stakeholders associated with the
particular student are included in the plan. Zirkel (2017) argues that having multiple
stakeholders involved in the RTI process allows for greater student accountability.
Essentially, it is more arduous to deflect and avoid assistance if the whole team shares in
the vision and mission. Parents and/or guardians are integral members of the RTI team as
they often the first line of defense in gather data to best inform an individualized
academic plan to best support a particular student.
The Barriers to RTI Programs
Existing literature has highlighted multiple barriers to the effective
implementation of RTI. The most significant barrier is defined as the variability of how
RTI is implemented across the board. Gettinger et al. (2008) concluded that while RTI
programs and services can be effective in supporting students, they sometimes have
serious problems and limitations of their own. The lack of a universal alignment in what
RTI should look like and the variability in the appropriate levels of interventions continue
to be a profound cataract. RTI is an extremely subjective process that often offers little
resemblance from district to district. An effective RTI program requires tremendous
alignment, communication, collaboration, progress monitoring and planning on behalf of
any district’s leadership team.
Due to the absence of a clear definition of RTI on the national, state, or local
levels, districts struggle to find the most adequate plan to best support their specific
populations. Existing inequities of resources on display throughout the nation prohibit
some districts from having a comprehensive RTI model to best support student
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achievement. All too often, a district’s zip code dictates the educational product it is
delivering. In reference to RTI, socio-economic conditions weigh very heavily on its
success or failure. A community culture that does not support learning in the home and
fails to promote high educational standards serves to prevent RTI success. The pandemic
placed those educational and societal inequities front and center. Students who were
fortunate enough to belong to healthy, affluent, and secure homes continued to be
exposed to a high-quality learning environment. Unfortunately, some students found
themselves in environments that were not stable or secure, and certainly not ideal
learning educational setting. MacIvera & Messel (2013) determined that evaluating the
significance of an RTI initiative is difficult if the students are not receiving the necessities
of food, water, and shelter. The districts who face income inequality and suffer from
disproportionate inequities are often located in Black, Latino, and Native American
communities (Zirkel, 2017). Stakeholders of schools in at-risk communities are tasked
with addressing the whole child and providing support that is not available at home.
In addition, ineffective or limited professional development and an understaffed
faculty are both barriers to the successful implementation and sustainability of a
successful RTI program. Training teachers how to successfully implement RTI is integral
to its success. The theoretical frameworks of Barak Rosenshine (1982) and Robert Gagne
(1965) define research-based pedagogical practices that define quality, whole-class
instruction. The frameworks highlight the essential principles that aid teachers in
identifying, adapting, and sustaining academic interventions to meet individual student
needs. It is imperative that teachers have a comprehensive understanding of how to detect
areas of student need. In addition, they must have a profound understanding of how a
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student would traverse through the various tiers of RTI and the inordinate number of
interventions that can be incorporated to assist their students. Zilker (2017) argues that
districts need to have a comprehensive plan in an RTI model’s infant stages. If teachers
are not clear on the direction, vision, and mission of an initiative, they often will not buyin and often manifests into sustainability problems. The most effective RTI professional
development is in effective progress-monitoring. The ability of teachers to see their
students as individuals and tier their instruction to meet each student’s needs. Sparks
(2015) notes the importance of quality whole-class instruction. Poor whole-class
instruction causes problems with progress-monitoring and early identification of
academic deficiencies. Educators who lack the ability to identify the diverse needs of all
students serve to be the greatest obstacle to the successful implementation of RTI
services.
Gender and Student Achievement
Several studies have found significant differences in academic performance
between males and females. Fabunmi (2004) found a significant disparity in female
school achievement over that of their male counterparts. Global, national, state, and local
research has determined that female students academically outperform male students
across the board. The research determined that the females in the study were more
disciplined about their schoolwork, and they worked harder when studying. The results
align with current related research about females academically outperforming males.
Dania (2014) analyzed how gender influences early grade reading performance.
The research was conducted in multiple countries, and it compared oral reading fluency
and eventually overall reading performance in early grades. The variables included age,
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absences, and socio-economic status. In all facets, the females outperformed the males
and the average percent difference ranged from 4% to 46%. One of the hypotheses posed
by the researcher was that boys might be culturally less well adapted to in school
behaviors and routines that are required for success in early grades. Females often use a
greater amount of self-regulated strategies, they have an advantage in writing and
reading, and they foster closer relationships with peers and teachers (Dania, 2014).
Female students are outperforming males at every level of education (Fuchs et al.,
2012). Females tend to have higher averages, request more rigorous courses, graduate at
higher rates, more readily attend higher educational institutions, and attain greater
accolades. According to a study comparing some of the nation’s highest achieving
students, Fabunmi (2004) determined that women are more likely to earn the title of
valedictorian, more likely to go on to attend college, and are faster to graduate.
Gender also plays a significant role on the progress-monitoring side of RTI.
Historically, women have been over-represented in the teaching profession as 85%
percent of all teachers and 97% of all early childhood teachers in the United States are
female. According to the Fabunmi (2004), two-thirds of students with a special education
designation are males and 85% of the teachers assigning those designations are female.
The study determined that boys tend to struggle behaviorally, they are overrepresented in
populations that suffer from learning disabilities and have greater negative views of
school. The research implies that when offering interventions to students in early grades,
districts would be best served in ensuring that gender disparities at the student and
teacher level are considered. As districts coordinate an RTI program that addresses
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students’ needs it is important to examine the disproportionate trends detected in studies
such as this.
Some researchers support the utilization of gap years to allow males the
opportunity to mature further before entering compulsory school or even moving on to
college. Fabunmi (2004) supports the practice of increasing the number of academic
conversations with boys in the home and engaging them in college and career focused
conversations. RTI programs that address the gender gap offer interventions that promote
a culture where females thrive in mathematics and males are flourishing in a humanities
setting. As districts, administrators, teachers, and support staff work to create and
organize highly efficient RTI programs, it is imperative that gender inequalities and
deficiencies are addressed on both sides of RTI.
Absenteeism and Students Achievement
Absenteeism can adversely affect student achievement. Gottfried (2014) suggests
that when absenteeism becomes a pattern, the adverse effects on a child’s education
quickly begin to add up. According to the research, chronic absenteeism is generally
defined as a student who is absent at least 10% of any given school year (Ready, 2010).
Chronic absenteeism has proven to be a determining factor for academic struggles, as
well as challenges well beyond the scope of the classroom. Any impactful RTI program
includes interventions to combat the risk factors associated with chronic absenteeism.
The risk factors associated with absenteeism are missing early educational milestones,
failing, remediation, social and emotional struggles, and failing to attain a diploma.
Gottfried (2015) reports that chronic absenteeism is prevalent in all races, genders,
ethnicities, and socio-economic backgrounds, but minority and economically
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disadvantaged students seem to suffer the most. RTI programs must include plans to
support students living poverty, students with disabilities, and English language learners
and address their chronic absenteeism. The latest census data tells us that there are more
minority children under the age of five than there are white children (Shell et al., 2019).
The demographics of every county in the country are changing and so should our RTI
services and programs. Absenteeism is on the rise as greater amounts of ‘at-risk’ students
enter our school systems and the RTI level is where their needs can be fully addressed.
Ready (2010) determined that absenteeism is most detrimental at the primary
levels and students who were chronically absent were also performing the lowest
academically. The primary levels provide students with the foundations for learning that
will serve to support them throughout their educational journey in a given school district.
The focus of most primary level instruction is math and reading. Ready (2010) concluded
that students who are at least proficient in math and reading by the third grade enjoy
much more future academic success than that of those who do not (Gottfried, 2014). RTI
is most predominant at the primary levels and serves to address the gaps created by
chronic absenteeism.
Romero & Lee (2007) highlight various RTI initiatives that have served to
successful support students who are chronically absent. Their research suggests assigning
chronically absent students a mentor to offer encouragement and connect with the
student, forge a relationship with those in the home, rewarding positive behavior, and
incorporating other stakeholders such as social workers or psychologists. As with any
RTI initiative, the interventions will intensify and become more individualized as
stakeholders traverse the three tiers to best support a student who is chronically absent.
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The study concluded that the introduction of mentors as an RTI initiative resulted in
increased student performance on reading assessments across a calendar school year.
i-Ready as an Assessment Tool
The i-Ready reading diagnostic is utilized as an assessment tool to measure
student reading achievement. The test is designed to identify student reading deficiencies
and provide teachers with data to inform remedial interventions. Bicard et al. (2009)
conducted a study that examined i-Ready reading scores developed by Curriculum
Associates in 2011 to evaluate student reading proficiency. Access to and use of the
instrument are available to schools and educational researchers for purchase via yearly
subscription. Bicard et al. (2009) concluded that the assessment measures what it says it
does and therefore the test may be used for the purpose the publishers claim; in i-Ready’s
case, that the summative assessments can be accurately used to inform teacher instruction
for the preparation for state or common core summative tests.
Curriculum Associates (2017) argue that no one-assessment tool is perfect nor
should any intervention be a sole instrument for student assessment and evaluation. The
creators of i-Ready argue that any RTI initiative or program would be best served to
utilize i-Ready as an effective measure in a multiple measure plan. The researchers argue
that any assessment is affected by random influences and a multi-tiered structure of
supports is always more effective in supporting student achievement. The current
research states that i-Ready has strong correlations to the Common Core and now Next
Generation standard-based examinations. Curriculum Associates (2017) conducted their
own study utilizing comparison groups from kindergarten through third grade to evaluate
the impact of the i-Ready reading in supporting and assessing student reading
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achievement. Their research concluded that the students who received i-Ready reading
interventions and participated in the assessments demonstrated significant growth on the
reading assessments as compared to the comparison. The group that outperformed
expectations included students with disabilities and ELLs.
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CHAPTER 3
The chapter provides a comprehensive overview of the methodology and
procedures for data collection and analyses the researcher utilized for the study. The
purpose of this study was to evaluate the RTI services of a large, suburban school district
and its ability to increase student achievement on i-Ready reading exams. Specifically,
the study involved 135 participants from grades K through 8 who received RTI services
for a three-year period from 2017-2020, while also having sat for the i-Ready reading
exam in each corresponding year.
The data collection involved a quantitative approach. Fuchs (2021) suggests that
quantitative analysis provides analysts with tools examine data to predict future events.
The research argues that any subject involving numbers can be quantified. Quantitative
research produces objective data that can be communicated through statistics and data
(ERIA, 2016).
Research Questions and Hypotheses
The following research questions were used to guide the collection and analysis of
data:
1. To what extent do students who participate in RTI demonstrate academic growth
over the course of three academic school years as measured by i-Ready reading
scaled scores?
H₀: There will be no significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
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H₀: There will be significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
2. Does gender have a significant effect on the success of RTI programs in a large,
suburban school district, as evidenced by i-Ready reading test results?
H₀: There will be no significant mean difference in i-Ready scores based upon
the students’ gender (male or female) over the three years students received RTI
intervention.
H₀: There will be a significant mean difference in i-Ready scores based upon the
students’ gender (male or female) over the three years students received RTI
intervention.
3. Does attendance predict academic growth in RTI programs in a large, suburban
school district, as evidenced by i-Ready reading changes in score over a threeyear period?
H₀: There will be no relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
H₀: There will be a relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
Research Design and Data Analysis
A quantitative analysis utilizing descriptive and inferential statistics was utilized
for this study. In descriptive research, the goal is to analyze the overall summary of the
study’s variables. Chi-square analyses were conducted in order to better describe the
sample and identify any relationships that exist between students’ i-Ready performance
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level, nominal variable with one category, and gender, which was also a nominal variable
with two categories as well as attendance, a nominal variable with one category.
Table 1
Description of Variables
Variable
i-Ready reading
diagnostic

Scale
Ratio

Absenteeism
Gender

Nominal/Ratio
Nominal

Description
Scored 0-800
Number of
absences
Male v. Female

Classification
Dependent
Predictor
Independent

A repeated measures design was utilized to study the effectiveness of RTI
services on academic growth as measured by the i-Ready reading scaled scores over the
course of three academic school years. This study determined the effectiveness of RTI
services on the i-Ready reading scores of a selection of 135 students at a large, suburban
high school. In order to qualify for the study, the students must have received RTI
services and sat for the i-Ready exam in each of the three years included in the study. The
study analyzed the participants’ i-Ready scores over a three-year period from the 20172018 school year to the 2019-2020 school year. At the onset of the study, the participants
included male and female students from kindergarten through 5th grade who moved up a
grade level each year over the course of the study period.
A one-way repeated measures analysis of variance (ANOVA) was conducted in
order to determine the extent to which students who participate in RTI demonstrate
academic growth over the course of three academic school years as measured by i-Ready
reading scaled scores. This analysis determines whether there are any statistically
significant differences between the means of i-Ready reading scores, measured at the
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continuous level, at three different time points. An alpha level of .05 was used to
determine level of significance for rejection or acceptance of the null hypothesis that
There will be no significant mean difference in i-Ready scores based upon the students’
gender (male or female) over the three years students received RTI intervention. A
Bonferroni adjustment for multiple comparisons was conducted as part of post-hoc
analysis to determine which time points differed from each other. Assumptions of
normality, sphericity, and that no significant outliers were present at any within-subject
factor were assessed to ensure that accurate interpretation of results.
The researcher utilized a two-way mixed ANOVA to compare the mean
differences in i-Ready reading scores between male and female students in order to
understand the effect of gender on academic growth over the course of three years. The
between-subject factor was gender, which was measured categorically with two levels
(male and female). The within-subjects factor was time, which was measured at three
different time points. The dependent variable, measuring academic growth, was the
students’ i-Ready reading scores, which is a continuous variable. An alpha level of .05
was used to determine level of significance for rejection or acceptance of the null
hypothesis that there will be no significant academic growth demonstrated by students
who participated in RTI over the course of three academic school years as measured by iReady reading scaled scores. Assumptions of normality for the dependent variable and at
each cell of the design were assessed. In addition, there was inspection that there were no
significant outliers present at any cell of the design. Lastly, assumptions of homogeneity
of covariances and sphericity were tested.
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In addition, a linear regression was used to assess the relationship between student
academic growth, as measured by i-Ready reading scores, and total attendance over-time
for students in the RTI program. An i-Ready reading growth score was calculated by
computing the difference between the students’ i-Ready reading scaled scores in the third
and first year in the RTI program. The i-Ready reading growth score, which was
measured as a continuous variable, was the dependent variable, while the number of
absences, also measured as a continuous variable, was the independent variable. The goal
of the linear regression was to determine whether the regression between reading growth
score and absences were statistically significant and how much of the variation in reading
growth was accounted for by absences. An alpha level of .05 was used to determine level
of significance for rejection or acceptance of the null hypothesis that there would be no
relationship between attendance and academic growth scores. The assumptions of
linearity, independence of observation, homoscedasticity, normality of residuals, and that
no significant outliers were present were tested. The researcher’s goal was to make
predictions and generalize the result to wider populations (Creswell, 2016).
Reliability and Validity of Research Design
This study explored to what extent do students who participate in RTI
demonstrate academic growth over the course of three academic school years as
measured by i-Ready reading scaled scores. The i-Ready reading assessment includes
two integral components: a progress-monitoring program that levels student achievement
throughout a given school year and culminates with a summative component that is
administered at the beginning, middle, and end of each school year. The assessment is
administered online and is intended to evaluate academic skills in the domain of reading.
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Johns Hopkins reported in 2016 that Curriculum Associates hired the Educational
Research Institute of America (ERIA) to conduct a validity test of their i-Ready
assessments. The ERIA (2016) measured the correlation between i-Ready assessments
and various standardized or Common Core exams (e.g., SBA or Smarter Balance
Assessments, New York State (NYS) test, and PARCC or Partnership for Assessment of
Readiness for College and Careers). Researchers often use a benchmark of 0.70 as a
“strong correlation” and, in all correlations, the i-Ready assessments were proven to have
a strong correlation to each standardized exam. NYS tests and i-Ready ranged from 0.74
to 0.86, i-Ready and SBA ranged from 0.82-0.85, and i-Ready and PARCC ranged from
0.77 to 0.84 (ERIA, 2016). The widespread use of i-Ready assessments continues to
provide data and feedback on its validity on a more local and granular level.
The i-Ready diagnostic assessment provides scaled scores (ranging from 0-800)
across grades kindergarten through 12th grade (ERIA, 2016). The scaled score highlights
a student’s overall performance and in addition, provides data that depicts achievement
levels in vocabulary, comprehension literature, comprehension informational,
phonological awareness placements, high-frequency words, and phonics. The district in
this study administers the i-Ready reading diagnostic to initially ‘level’ a student and that
leveling is then aligned to a vertical progression of standards from kindergarten through
12th grade. The result of the leveling creates an individualized academic pathway by
which the district offers reading interventions. The i-Ready data offers a baseline
measurement to track student growth. The diagnostic is administered three times
throughout the school year (September, January, and April). For the purposes of
consistency in this study, the researcher utilized the assessment offered in the winter.
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Curriculum Associates (2017) professes to increase or decrease the challenge level of the
questions to provide an accurate measure of a student’s reading level. The district in this
study utilizes the i-Ready diagnostic as a tool in their RTI model and views the teachers
as interventionists who utilize the tool to track their students’ reading achievement.
The i-Ready reading assessment has been found to be a valid and reliable measure
of reading ability, which is how academic performance and growth is being
operationalized. The use of scaled scores to calculate academic growth has been
previously established and increases the construct validity as well as the internal
reliability of this study. In addition, gender was defined as a binary term obtained from
students’ records to guarantee accuracy in how gender was measured. Similarly, the
number of absences were also obtained from the students’ management system, which
allowed for minimization of errors. By taking these steps, the good construct validity can
be assumed.
The study’s statistical validity was assessed in two ways. When applicable, the
effect size was calculated in order to determine the strength of a relationship and extent to
which groups differed. The confidence intervals were also assessed in order to determine
the precision of the estimates obtained during the inferential analysis. This process of
evaluating effect size and confidence intervals allowed for greater confidence in the
results.
Trustworthiness of the Design
As Miles et al. (2020) defines trustworthiness to mean that the findings are free of
researcher bias. Researcher bias can skew the findings to fit a predetermined narrative
grounded in the researcher’s mental model. Some of the initiatives employed by the
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researcher to avoid bias were to have multiple stakeholders review the archival data for
accuracy, triangulating data with varying theories, and the researcher worked diligently to
allow the data to speak for itself. Research bias is the main reason for the poor validity of
research outcomes (Miles et al., 2020). I am cognizant of my role as an employee of
twenty years in the district and fully understand the implications of that scenario in my
role as the main researcher in this study.
The Sample and Population
The participants were chosen through purposive and convenience sampling
methods (Creswell, 2016). A sample of 135 students from a large, suburban school
district were the subjects of this study. The participants were extracted from the total
population of approximately 6,000 students via the district’s RTI Direct data with the
information from the student management system, eSchoolData. The participants that
qualified for the study were students who received RTI in any form over the entirety of a
three-year period from the 2017-2018 school year to the 2019-2020 school year, while
also having completed the i-Ready reading diagnostic exam at three different time points
during each academic year (2017-2018, 2018-2019, and 2019-2020). In the first year of
the intervention, the students, ranged from kindergarten to 5th grade and received RTI
over a three-year period from the 2017-2018 to the 2019-2020 school year. The
distribution of grade levels remained the same across each year, as all students
successfully completed their requirements. The students included in the study also
completed the i-Ready reading exam each of those three school years. Students who met
criteria to receive RTI the first year but did not meet criteria in subsequent years were
excluded from the study.
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The participants consisted of 76 male students and 59 female students who were
predominantly white and did not receive special education services. Table 1 provides a
summary of the descriptive characteristics of the participants including grade distribution
and special education status.
Table 2
Variable Characteristics
Variable
Gender
Male
Female
Special Education
Yes
No
Grade level in the 2017-2018 school year
Kindergarten
1st
2nd
3rd
4th
5th
Race
White
Multiracial
Black/African American
Hawaiian/Other Pacific Islander
American Indian/Alaska
Asian
Note. N = 135

Number

%

76
59

56.3
43.7

39
96

28.9
71.1

2
48
31
40
7
7

1.5
35.6
23.0
29.6
5.2
5.2

126
3
2
2
1
1

93.3
2.2
1.5
1.5
0.7
0.7

Instruments
i-Ready
Curriculum Associates (2015b) created an online platform used for instruction
and assessment. The i-Ready Diagnostic is an adaptive technological assessment
designed to utilize evidence-based practices to provide insight into student needs (Britz et
al., 2014). The diagnostic allows school district stakeholders the ability to receive norm
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and scaled scores, ranging from zero to 800, for students to inform intervention plans as
well as measure academic growth. The i-Ready diagnostic utilizes adaptive technology to
place students at their current performance levels and allows teachers to receive norm and
scaled scores for their students. Curriculum Associates believe that they are supplying
students with an individualized pathway for their learning, especially their educational
journey in reading. Curriculum Associates (2015b) focuses on foundational skills such as
phonological awareness, phonics, and high-frequency words, in addition to vocabulary
development, and reading comprehension.
Bicard et al. (2009) conducted a study that examined i-Ready reading scores
developed by Curriculum Associates in 2011 to evaluate student reading proficiency.
Access to and use of the instrument are available to schools and educational researchers
for purchase via yearly subscription. i-Ready reading scores are utilized as a student
growth measure that allows teachers and administrators to determine if students are on
track to meet expected growth.
Curriculum Associates (2017) states that the most accurate measure of yearly
growth is by measuring a student’s scaled score. Students sit for the i-Ready reading
assessment in the beginning, middle, and end of each school year and their individual
scaled score adjusts and builds upon the skills measured by each test over-time. Each
time the student completes the assessment, a scaled score is generated. The scaled scores
represent growth along a continuum and serve to inform a student’s RTI plan for
services. The i-Ready reading assessment is based on college and career-readiness
standards and is designed to measure the expected skills of students at each grade level.
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This study utilized the i-Ready examination to measure growth scores in reading
from grades K through eight, and all permissions were granted to the researcher to utilize
the instruments. Higher scaled scores indicate better performance and more reading
competence. The i-Ready reading diagnostic scale scores were used to calculate a score
of academic growth by computing the difference score from the performance at first time
point (2017-2018) and the last time point (2019-2020). The higher scores indicate greater
academic growth.
The students’ test scores were obtained from RTI Direct and the eSchoolData
Student Management Systems. The data in RTI Direct is compiled as a direct function
from the i-Ready diagnostic assessment. It avoids any human error in the reporting of the
information. The same is true with the eSchoolData Student Management System.
As this is an ex post facto study, an instrument to collect any student demographic
information was not utilized. However, all student information were extracted from the
RTI Direct and the eSchoolData Student Management Systems.
Setting
This study was conducted over the course of three years from 2019-2022 at a
large, suburban school district on the south shore of Suffolk County, New York during a
global pandemic.
Permission and Consent
The researcher is a current employee of the district as a secondary assistant
principal. All data collected was archival in nature and the necessary permissions were
granted from the district’s leadership team. The data collected from RTI Direct and the
eSchoolData Management Systems were deidentified to ensure confidentiality of students
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who met inclusion criteria. The participants in the study will remain anonymous,
confidential, and only be identified by student identification number.
Data Collection
The researcher collaborated with the district’s technology liaison to compile the
necessary archival data. The study analyzed archival data across three school years dating
from 2017 until 2020. The district employed the use of RTI Direct to track, document,
and monitor student intervention applications and all i-Ready reading assessment scores.
The researcher has received the necessary permissions to access the data in RTI Direct
for use in the present study. The intervention and assessment data from RTI Direct was
utilized in the present study. In addition, to support the present study, the researcher has
also received permission to access information about the study’s participants from the
district’s student management system. The student management system that the district
utilizes is eSchoolData and it provided the researcher with the gender and absence data
necessary to execute the study. An excel document was then populated with the
information from both management systems for use in a descriptive statistical analysis.
The Excel document was transferred to SPSS. The data was checked for accuracy at each
stage of the collection process. No personal data, such as name, address, or phone number
were collected to preserve anonymity. The researcher analyzed the results for emerging
patterns and themes (Creswell & Poth, 2016).
Research Ethics
In this study, the researcher utilized several steps to protect the school site and the
participants in the study. Prior to data collection, the researcher requested permission via
email and a formal letter to the district’s superintendent to utilize student information for
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the purposes of this study (See Appendices). In the Appendices, all consent forms are
shown that document ethical considerations and concerns for the information utilized in
the study. The study was archival in nature and only student identification numbers were
utilized when the data was analyzed. After the data was collected, it was kept on a
password-protected computer and then saved in a password-protected file. The researcher
was cognizant to afford the necessary credit to any intellectual property that was
referenced to support the study.
Role of the Researcher
Quantitative research utilizes descriptive statistics, and the researcher must be
careful to avoid manipulating the results of the data analyses based his/her own
perspectives, beliefs, and experiences. (Campbell et al., 2018). According to Banks
(1998), objective research is an exceedingly difficult achievement because subjective and
objective knowledge are often interconnected. Rather than avoiding one’s own bias, it is
important that researchers reflect upon and clearly articulate their position and biases so
the reader can better understand the researcher’s perspective. The research is intended to
evaluate how the RTI services of a large, suburban school district influences student
achievement over a three-year period on i-Ready reading exams. Creswell and Poth
(2017) highlight the importance of a researcher reflecting and asking, “What perspectives
and experiences do you bring to your research?” The researcher brings life experience
and a mental model for life in general. It is in the researcher’s present role as an assistant
principal that focused attention on the implementation of RTI services and programs.
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CHAPTER 4
Introduction
The purpose of this study was to evaluate the RTI services of a large, suburban
school district and its ability to increase student achievement on i-Ready reading exams.
Specifically, the study involves 135 participants from various grade levels that received
RTI services for a three-year period, while also having sat for the i-Ready reading exam
in three corresponding years 2017-2020. The continuous dependent variable of i-Ready
reading scaled scores was analyzed utilizing descriptive statistics. In addition, inferential
analyses were also conducted to measure the significance of gender and absenteeism as
they related to the participants’ scaled scores. The findings from the chosen statistical
analyses are presented in the following chapter. The three statistical analyses utilized in
the study were as follows: a one-way repeated measures analysis of ANOVA, a two-way
mixed ANOVA, and linear regression.
The findings for each research question are highlighted throughout this chapter.
Descriptive analyses were conducted and revealed that, within the entire sample, only
11.1% of students performed on level for the i-Ready reading diagnostic test at the first
year of year of the RTI program. Table 3 provides a summary of the students’
performance on the i-Ready reading for all three years of the program. Chi-square
analyses were conducted to determine if there was any relationship in the levels of
performance at each year by gender and attendance. There were no statistically
significant associations between i-Ready reading level and gender or attendance, p > .05
(see Table 3 and 4, respectively). It is important to highlight that the crosstabulations
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below were conducted prior to the researcher’s decision to utilize scaled scores as the iReady reading assessment measure, as noted in Table, 1 located in chapter 3.
Table 3
Summary of Students’ Performance on i-Ready Reading for Each Year in the Program
Level

2017-2018

2018-2019

2019-2020

n

%

N

%

n

%

On Level

15

11.1

13

9.6

22

16.3

1 Level Below

98

72.6

86

63.7

70

51.9

2 Levels Below

22

16.3

36

26.7

43

31.9

Note. N = 135
Table 4
Crosstabulation between i-Ready Reading Scores and Gender Across Three Years
Level
On Level

2017-2018
Female Male Total
8

7

2018-2019
2019-2020
Female Male Total Female Male Total

15

5

8

13

9

13

22

1 Level
44
54
98
38
48
86
32
38
70
Below
2 or More
Levels
7
15
22
16
20
36
18
25
43
Below
Note. Values represent the number of students at each level of performance by gender.
No significant relationships found, p > .05.
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Table 5
Crosstabulation between i-Ready Reading Scores and Attendance Across Three Years
On Level

1 Level Below

2 or More
Levels Below

2017-2018
0-5
4
32
6
6-10
6
33
11
11-15
3
18
4
16 and above
2
15
1
Total
15
98
22
2018-2019
0-5
3
21
5
6-10
5
38
6
11-15
5
20
6
16 and above
2
19
5
Total
15
98
22
2019-2020
0-5
6
49
13
6-10
4
35
6
11-15
4
10
2
16 and above
1
4
1
Total
15
98
22
Note. Values represent the number of students at each attendance category by

Total

42
50
25
18
135
29
49
31
26
135
68
45
16
6
135

performance level. No significant relationships found, p > .05.
Results
For research question 1, a one-way repeated measures ANOVA was conducted in
order to determine the extent to which students who participate in RTI demonstrate
academic growth over the course of three academic school years as measured by i-Ready
reading scaled scores.
For research question 2, a two-way mixed ANOVA was conducted to determine
whether gender (male and female) had a significant effect on the students’ success of RTI
program across three academic school years.
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For research question 3, a linear regression was used to assess the relationship
between student success, as measured by i-Ready reading scores, and attendance for
students in the RTI program. An i-Ready reading growth score was calculated by
computing the difference between the students’ i-Ready reading scaled scores in the third
and first year in the RTI program. Higher scores indicate greater academic growth.
Research Question #1
1. To what extent do students who participate in RTI demonstrate academic growth
over the course of three academic school years as measured by i-Ready reading
scaled scores?
H₀: There will be no significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
H₀: There will be no significant academic growth demonstrated by students who
participated in RTI over the course of three academic school years as measured by
i-Ready reading scaled scores.
Hypothesis #1
A one-way repeated measures analysis of variance (ANOVA) was conducted in
order to determine the extent to which students who participate in RTI demonstrate
academic growth over the course of three academic school years as measured by i-Ready
reading scaled scores. Preliminary analyses were conducted to assess for any violations
of assumptions of normality and sphericity. Upon inspection of each boxplot, it was
determined that there was one outlier for the 2019-2020 academic school year. In order to
determine the impact of the outlier on the findings, a one-way repeated measures
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ANOVA was conducted with and without the outlier included in the analysis. The results
did not sufficiently differ and the same conclusions could be drawn with or without the
outlier. Therefore, the outlier remained in the data. The distribution of scores was
assessed for i-Ready reading scores at each academic year. Inspection of skewness and QQ plots assisted in the decision to determine whether the assumption of normality was
met. Upon review, the distribution of scores appeared to be normally distributed with the
exception of the 2017-2018 academic year. However, the decision to analyze the data
using a one-way repeated measures ANOVA was made, as it is robust to deviations in
normality and the sample size is sufficiently large. Mauchly’s test of sphericity indicated
that the assumption of sphericity had been violated χ2(2) = 19.07, p < .002. Epsilon (ε)
was 0.882, as calculated according to Greenhouse and Geisser (1959),and was used to
correct the one-way repeated measures ANOVA.
The i-Ready reading score was statistically significantly different over the course
of the three academic school years, F(1.76, 236.43) = 296.72, p < .001, partial η2 = .69
with i-Ready scores improving from 2017-2018 school year (M = 446.73, SD = 51.07) to
the 208-2019 school year (M = 488.43, SD = 41.00) to the 2019-2020 school year (M =
517.43, SD = 38.93). See figure 1 for a summary of the mean scores and pattern of
change. Post hoc analysis with a Bonferroni adjustment revealed that i-Ready reading
scores were statistically significantly greater for each of the school years. Table 5
provides a summary of the mean difference and significance for each of the comparisons
between academic years. The null hypothesis that there would be no significant academic
growth in reading demonstrated by students who participated in RTI is rejected.
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The results of the analysis for the first question imply that the district is providing
interventions that positively impact reading achievement. These are significant findings
for the district in this study as it provides them proof of a positive connection between
their RTI program and increased student reading achievement. The results imply that
their RTI model is effective and should be continued.
Figure 2
Mean i-Ready Reading Scores Across the Academic School Years

Note. N = 135
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Table 6
Summary of the Mean i-Ready Reading Score Differences Between Academic School
Years
Academic School Year

M

95% CI

2017-2018 to 2018-2019

41.70

35.37

48.03

< .001

2018-2019 to 2019-2020

29.00

35.46

22.54

< .001

2017-2018 to 2019-2020

70.70

78.96

62.43

< .001

p

Note. N = 135. M = Mean Difference. Bonferroni adjustment for multiple comparisons.
Higher mean difference scores represent greater academic growth
Research Question #2
1. Does gender have a significant effect on the success of RTI programs in a large,
suburban school district, as evidenced by i-Ready reading test results?
H₀: There will be no significant mean difference in i-Ready scores based upon
the students’ gender (male or female) over the three years students received RTI
intervention.
H₀: There will be a significant mean difference in i-Ready scores based upon the
students’ gender (male or female) over the three years students received RTI
intervention.
Hypothesis #2
In order to determine whether gender (male and female) had a significant effect
on the students’ success of RTI program across three academic school years, a two-way
mixed ANOVA was conducted. Preliminary analyses were conducted in order to
determine that there were no significant outliers in any cell of the design, the i-Ready
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reading scores were approximately normally distributed, the variance of the i-Ready
reading scores between male and female students were equal, and the assumption of
sphericity as well as homogeneity of covariance were met. There were five outliers in the
data points, as assessed by inspection of a boxplot for values greater than 1.5 box-lengths
from the edge of the box. In addition, one outlier was found when examining studentized
residuals. However, the values were retained after conducting the two-way mixed
ANOVA with and without the outliers. The results were not substantially affected by the
presence of the outliers. It appears that the assumption of normality is met when
considering skewness and inspection of Q-Q plots. There was homogeneity of variance,
as assessed by Levene’s test of homogeneity of variance (p > .05). There was also
homogeneity of covariances, as assessed by Box’s test of equality of covariance matrices
(p = .925). Mauchly’s test of sphericity indicated that the assumption of sphericity had
been violated χ2(2) = 18.81, p < .001. Epsilon (ε) was 0.883, as calculated according to
Greenhouse and Geisser (1959), and was used to correct the two-way mixed ANOVA.
Table 6 provides a summary of the measures of central tendency for i-Ready
reading performance by gender for the three academic years. There was no statistically
significant interaction between gender of students and i-Ready reading performance
across the three academic school years, F(1.77, 234.81) = 0.54, p = .564, partial η2 = .004
(see Figure 2). The main effect of time showed a statistically significant difference in
mean i-Ready reading scores at the three academic school years F(1.77, 234.81) =
288.03, p < .001, partial η2 = .68 which is consistent with previously reported findings.
The main effect for gender showed that there was not a statistically significant difference
in mean i-Ready scores, Mdifference = 1.82 95% CI [-11.75, 15.38], between female and
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males students, F(1, 133) = 0.07, p = .792, partial η2 = .001. Therefore, we retain the null
hypothesis that there is no significant mean difference in i-Ready reading scores based
upon the students’ gender. In other words, it appears that female and male students are
improving at the same rate over the three-year period while enrolled in the RTI program.
Although it appeared female and male students were improving at the same rate, female
achievement was slightly higher at the outset of the three-year period and the males
closed the achievement gap by the close of the third year.
The result of this inferential analysis is significant for the school district at the
heart of this study. Much of the credible research about gender normally conclude that
females enjoy a higher rate of academic achievement than their male counterparts;
however, this study concluded that the district in question may have cracked the gender
code. The males maintained a steady pace of achievement with the females in the study
and closed the minor gap by year three. The results imply that the district’s RTI model
supports equity in male and female achievement.
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Table 7
Measures of Central Tendency for i-Ready Reading Scores by Gender
Academic Year

M

SD

Female

449.73

55.46

Male

444.41

47.62

Total

446.73

51.07

Female

488.63

44.40

Male

488.28

38.45

Total

488.43

41.00

Female

517.31

41.07

Male

517.53

37.47

Total

517.43

38.93

2017-2018

2018-2019

2019-2020

Note. N = 135, nfemale = 59, nmale = 76. M = Mean, SD = Standard Deviation.
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Figure 3
Estimated i-Ready Reading Marginal Means by Gender

Note. N = 135, nfemale = 59, nmale = 76. CI = Confidence Interval.
Research Question #3
1. Does attendance predict academic growth in RTI programs in a large, suburban
school district, as evidenced by i-Ready reading changes in score over a threeyear period?
H₀: There will be no relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
H₀: There will be a relationship between attendance and academic growth as
measured by the i-Ready reading changes in scores over a three-year period.
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Hypothesis #3
A linear regression was used to assess the relationship between student success, as
measured by i-Ready reading scores, and attendance for students in the RTI program. An
i-Ready reading growth score was calculated by computing the difference between the
students’ i-Ready reading scaled scores in the third and first year in the RTI program.
Higher scores indicate greater academic growth. Preliminary analyses were conducted to
ensure that there was no violation of the assumption of normality, linearity,
homoscedasticity, and independence were made while attempting to predict to what
extent attendance predicts changes in reading scores from the first year in the RTI
program to the third year. A scatterplot of the change in i-Ready reading scores against
the total attendance for three academic calendar years was plotted. Visual inspection of
the scatterplot indicated a linear relationship between the variables. There was
independence of residuals, as assessed by a Durbin-Watson statistic of 1.44 and
approaching 1.5. There were no outliers detected and there was homoscedasticity, as
assessed by visual inspection of a plot of standardized residuals versus standardized
predicted values. Residuals were normally distributed as assessed by visual inspection of
a normal probability plot.
Over the course of three academic calendar years, the average growth in i-Ready
reading scaled scores was an improvement in scores by 70.70 points (SD = 39.61) and an
average of 25.83 absences (SD = 14.65) for students in the RTI program. Attendance
accounted for only 10.8% of the variation in i-Ready reading growth with adjusted R2 =
.012, suggesting a weak relationship (Cohen, 1988). An additional point in attendance
leads to a 0.29, 95% CI [-.17 to .75] increase in changes i-Ready reading growth (i-Ready
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growth = 0.29Xattendance + 63.15. Table 7 and figure 3 provide a summary of the
relationship and regression line. The total attendance did not statistically predict changes
in i-Ready reading growth, F(1, 133) = 1.57, p = .212. Therefore, we fail to reject the null
hypothesis that there is no relationship between attendance and academic growth, as
measured by i-Ready reading growth scores among students in the RTI program over a
three-year period.
The literature analyzed in this study highlight the significantly adverse effect that
absenteeism has on academic achievement. Traditionally, students who miss seat time
often endure low levels of academic achievement. The results of this study are significant
for the district in question because the data speaks to the contrary. The students’ reading
achievement in this study was not adversely affected by their absenteeism. The results
detected no significant relationship between absences and reading achievement. The
results imply that this district’s RTI model may be circumventing some of the usual
cataracts presented by chronic absenteeism.
Table 8
Summary of Students’ Attendance in the Program

Attendance

2017-2018

2018-2019

M

SD

M

SD

M

SD

8.96

6.03

10.34

6.92

6.53

4.85

Note. N = 135
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2019-2020

2017-2020
M

SD

25.83 14.65

Table 9
Regression Analysis Summary for Improvement in i-Ready Reading Scores
Variable
(Constant)

B

95% CI

ß

63.15

[49.47, 76.83]

Absence 20170.29
[-0.17, 0.75]
2020
Note. CI = confidence interval for B.

0.11

t

p-value

9.13

< .001

1.25

.212

Figure 4
Relationship Between Attendance and i-Ready Reading Growth Scores

Note. R = + 0.11. p > .05.
Conclusion
The findings in this study aligned with some of the norms that are detailed in
present educational research, but some of the results proved contrary. The first research
question in this study analyzed to what extent students who participate in RTI
demonstrate academic growth over the course of three academic school years as
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measured by i-Ready reading scaled scores. A one-way repeated measures analysis of
variance ANOVA and one-way repeated measures ANOVA were conducted and the iReady reading scaled score was statistically significant over the course of three academic
years. The i-Ready reading scaled scores were statistically significantly greater for each
of the school years. The results of the study determined that students who received three
consecutive years of RTI services experienced an increased in i-Ready reading scaled
scores over the three-year period.
The second research question in this study explored whether gender has a
significant effect on the success of RTI programs in a large, suburban school district, as
evidenced by i-Ready reading test results. The findings for the second research question
do not align with the present research in the field. A two-way mixed ANOVA was
conducted to determine the significance of gender in the study. The findings indicated
that was no statistically significant interaction between gender of students and i-Ready
reading performance over a three-year period. The results of the study indicated that
female and male students improved at the same rate over a three-year period while
enrolled in the RTI program.
Lastly, the third research question in this study analyzed if absenteeism was a
predictor for academic growth in RTI programs as evidenced by i-Ready reading changes
in score over a three-year period. The results were calculated by computing the difference
between the students’ i-Ready reading scales scores in the third and first year in the RTI
program. Contrary to the current research in education, that absenteeism has an adverse
effect on academic achievement, the absentee rate of the participants in the study had no
statistical significance toward i-Ready reading growth. The results of the study
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determined that there was no relationship between attendance and academic growth, as
measured by i-Ready reading growth scores among students receiving RTI services over
a three-year period.
In conclusion, the findings of this study reveal that the students in this large,
suburban school district on the south shore of Long Island that received RTI services over
a three-year period had i-Ready reading scaled scores that were statistically significantly
greater for each school year. Based upon this study, one could conclude that the RTI
program in this district is supporting reading achievement on the i-Ready assessment.
One could also conclude that increased achievement on the i-Ready assessment over-time
for those who received RTI indicates the effectiveness of the RTI services in improving
literacy as a whole. Gender and absenteeism did not have the predictable effect on
achievement and some of those factors will be discussed in the implications of these
findings in the following chapter.
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CHAPTER 5
Introduction
This study was conducted in a large, suburban public school district on the south
shore of Long Island, N.Y. The purpose of the study was to evaluate the district’s RTI
services and its ability to increase student achievement on i-Ready reading exams.
Specifically, the study involves 135 participants from various grade levels that received
RTI services for a three-year period, while also having sat for the i-Ready reading exam
in three corresponding years (2017-2020).
This study addressed three research questions. The first question explored to what
extent students who participate in RTI demonstrate academic growth over the course of
three academic school years as measured by i-Ready reading scaled scores. The second
question examined if gender has a significant effect on the success of RTI programs in a
large, suburban school district, as evidenced by i-Ready reading test results. The third
question analyzed whether or not attendance was a predictor for academic growth in RTI,
as evidenced by i-Ready reading changes in score over a three-year period.
An effort to create and facilitate an RTI plan that best supports students reading
achievement has occupied the efforts of thousands of districts, administrative teams, and
policyholders for decades. The intention and purpose of a highly effective and sustainable
RTI reading program is to provide research-based interventions to assist students in early
grades in order to best develop their language and literacy skills. The questions answered
through this research are whether or not a large, suburban school district’s RTI plan is
serving to support student reading achievement. In addition, the research was intended to
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evaluate the significance of gender and absenteeism on the reading achievement for the
students included in the study.
Implications of Findings
Despite various limitations of small sample size and those resulting from the
global pandemic, several findings emerged from this study. The intention and purpose of
this study was to determine the ability of a large, suburban Long Island school district’s
RTI program in supporting student reading achievement. The researcher set out to
determine if this district’s RTI resources and plan were having a significant impact on
student reading achievement as measured by their success on the i-Ready reading
diagnostic over a three-year period. The current research in the field that was referenced
in this study aligns with the researcher’s results as they pertain to the district in this study.
The results conclude that the participants in this study did improve over-time as
they were receiving sustained RTI services. Although the specific interventions were not
evaluated in this study and there may have been other mitigating factors, it can be
concluded that the RTI services played a role in the students’ success. In addition, the
researcher can conclude that the district is successfully allocating their RTI resources to
support student reading achievement. The study also examined the significance that
absenteeism and gender may have impacted the effect of the district’s RTI services on
student reading achievement. The related research referenced in this study did not align
with this study’s findings. The results of this study found that this district’s students
experienced improved test scores irrespective of chronic absenteeism or gender. The
results imply that this district may have specific interventions that support those students
missing seat time and they’ve also worked to close the gender achievement gap. This
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study’s results may also imply that the district’s RTI professional development plan is
effectively arming their educators with the tools to successfully implement and facilitate
a sustainable and successful RTI program to best support their students.
The theoretical frameworks that guided this study included contributions from
Barak Rosenshine (1982) and Robert Gagne (1965). The results and implications of this
study determine that the district’s RTI services are aligned with the frameworks that
serve as its foundation. Rosenshine’s Principles of Instruction (1982) focus on aspects of
teaching and learning that are universal in building knowledge over-time. Rosenshine
(2009) theory for learning has a direct connection to cognitive neuroscience and
highlights how and when children learn best. His theory for learning argues that 90% of
the brain is developed by the age of five and it is integral to ensure that children have the
tools to succeed academically at the primary level. The framework creates direct
connections from research to best practice in the classroom and it aligns perfectly to an
RTI framework. The themes that permeate through the principles of progress monitoring,
data-based inquiry, multi-level instruction, and assessment are cornerstones of RTI.
Rosenshine’s Principles of Instruction (1982) include a systematic process that could
serve to streamline and organize any highly effective RTI program to best support
student-reading achievement.
The pillars of Gagne’s Nine Events of Instruction (1985) are preparation,
instruction and practice, assessment and transfer, and enhancing retention. These pillars
are also the foundation of a highly effective and sustainable RTI program. The findings
of this study imply that the district’s RTI plan is very much aligned to Gange’s research.
Gange outlines a series of events that address the cognitive science behind learning

62

theory. The theory outlines guidelines for teaching and learning that align to effective,
research-based teaching and learning strategies to best support all students. The theory
also outlines best practice for teachers to best support students at the various stages of
learning. Gagne’s Nine Events of Instruction also to create highly effective learning
environments and experiences. The events can be modified to fit any learning
environment and tiered just as RTI is tiered. The theory is supported by research and
grounded in cognitive neuroscience. Gagne’s Nine Events (1992) is constructed around
the premise that effective instruction is intended to enhance retention and allow students
to internalize new knowledge and overcome their own learning difficulties. The RTI
program in this study and those referenced in throughout the research are aligned to the
principles in Gagne’s learning theory.
The results of this study will serve to guide future research on the effectiveness of
RTI and validity of the i-Ready assessment to measure reading achievement. The
following paragraphs will examine the study’s implications as they pertain to each
research question.
Research Question #1
To what extent do students who participate in RTI demonstrate academic growth
over the course of three academic school years as measured by i-Ready reading scaled
scores?
The purpose of the first research question was to determine the extent to which
students in the district were benefitting from participation in RTI and how it influenced
their reading achievement. The statistical analyses determined that the participants, whom
all received consistent RTI services, experienced increased achievement on the i-Ready
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reading assessment over a three-year period. The results for question number one imply
that the district’s RTI services and program support student-reading achievement. A
future researcher could delve into the district’s specific services on a more granular level
and define the RTI program in detail. In addition, it may be implied that i-Ready is a
valuable tool in evaluating and tracking reading achievement. This study will
complement the current extensive validity research highlighting the value of i-Ready to
track and measure reading achievement.
Lastly, Rosenshine’s Principles of Instruction (1982) and Gagne’s Nine Events of
Instruction (1992) define best practice for teaching and learning served as the foundation
for this study. The two theories have established proven, research-based practices to best
support all students throughout the learning process and they can be applied to the
construction of future RTI services and programs.
Research Question #2
Does gender have a significant effect on the success of Response to Intervention
programs in a large, suburban school district, as evidenced by i-Ready reading test
results?
Research question two determined whether a student’s gender had a significant
effect on the results of the study. The findings of this study did not correlate with the
current research on gender’s impact on student achievement. The results of this study
found no significant difference in achievement among females and males. The
implication of this finding may be that gender does not affect achievement as research
suggests. The results may also imply that the number of participant sample size was too
small. Fuchs (2021) determined that a small sample size might make it difficult to predict

64

the validity of a particular outcome. The implication may be to expand upon the
participants by including other schools or districts.
Research Question #3
Does attendance predict academic growth in Response to Intervention programs
in a large, suburban school district, as evidenced by i-Ready reading changes in score
over a three-year period?
The final research question intended to ascertain the impact of absenteeism on the
effectiveness of RTI in supporting student achievement. The results of the study found
that absenteeism did not have a significant impact on i-Ready reading achievement. The
results were contrary to research relating to the correlation between absenteeism and
academic achievement. Traditionally, chronic absenteeism is a predictor for poor
academic achievement (Balfanz & Byrnes, 2012). The research highlighted throughout
this study argues that absenteeism has an adverse effect on academic achievement, but
the implications of this study were that absenteeism might not be as prominent a factor as
previously indicated. The findings in this study might encourage future researchers to
explore additional studies to on absenteeism and academic achievement, as this study
implies no significant connection. Similar to the analysis of gender, the implication for
the effect of absenteeism may also be that the sample size was too small. Small sample
sizes in quantitative analyses can make it difficult to predict validity.
Relationships between Findings and Prior Research
Consistent with prior research, since the unveiling of RTI in 2004, this study
revealed that a multi-tiered, research-based system of support to implement
individualized instruction known as RTI helps to raise student-reading achievement. The
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findings that emerged in this study determined that sustained and consistent RTI services
served to increase and support reading achievement across a three-year period in a large,
suburban school district on the south shore of Long Island.
Burns et al. (2016) findings suggest that the cost of investing in RTI at the
primary level utilizing research-based interventions to support high quality instruction is
instrumental in raising student achievement. This study highlights the benefits of RTI
over the course of a number of years. It is not a single intervention but a comprehensive
body of interventions that significantly support student language and literacy acquisition
(Burns et al., 2016).
Gettinger & Stoiber (2008) highlight the importance of early interventions for
student reading problems in early grades. The study affirms the findings in this present
study that RTI services implemented to fidelity, serve to remediate at-risk students’
reading difficulties. The research determined that increasing student success in reading
correlates to an increase in achievement in all disciplines. On tests of reading
comprehension, students who received annual RTI services experienced an increase on
reading assessments.
This study does not align with prior research in reference to the effect of chronic
absenteeism on academic performance. The present study found no significant correlation
to chronic absenteeism and academic performance. The participants in this study
achieved equitable levels of performance regardless of their number of absences over
time. Clark (2017) determined that chronic absenteeism resulted in a void of academic
instruction that resulted in a decrease in student performance and progress. The study
ultimately surmised that chronic absenteeism resulted in low graduation rates and
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ultimately affected student opportunities to pursue post-secondary education. Most
importantly current research highlights the adverse effects of chronic absenteeism on
reading proficiency which stands in opposition to the present study’s results. In addition,
the present study’s findings do not correlate to current research that notes the
underachievement of males in an RTI setting. Castro-Villarreal et al. (2016) determined
that achievement levels of at-risk males is often lower than their female counterparts. The
present study found no such correlation.
Limitations of the Study
A limitation to the study was the small sample size of only 135 students. Limited
sample size may lead to errors that can cause a null hypothesis to be retained or rejected
when it should not. Cohen (1988) determined that small sample sizes in quantitative
research creates conditions where generalizations are less relevant. A small sample size
can reduce the power of a study and sometimes increase the margin of error. To coincide
with the small sample size, the study focuses on only one district. It will be difficult to
generalize the results across other districts, especially those who lack the resources to
facilitate a web-based diagnostic such as i-Ready. Although i-Ready is a measure utilized
by over 14,000 schools and evaluates over 10 million students (about half the population
of New York), there are limited studies as to the effectiveness of the i-Ready reading
diagnostic to measure and support student reading achievement.
Next, the study did not explore the specific interventions that were utilized at each
tier. There may have been specific interventions that had a more significant impact than
other. In addition, there have been other variables that affected the increase in academic
achievement. For instance, the students may have had the same team of educators and
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certain teachers were more affective than others. The participants in the study may have
sat for the i-Ready reading assessments at a similar time of the day. The degree to which
the scores accurately reflected the impact of the RTI services cannot be completely
confirmed.
Lastly, the study commenced just during the outset of a global pandemic and the
forced isolation that resulted limited the expanse of the study due to an apprehension by
other district stakeholders to share space, information, data, and locations. The
unintended consequences that resulted from the pandemic limited the researcher’s ability
to broaden the scope of this study and it cannot be understated.
Implications for Future Research
This study used a quantitative approach to evaluate the Response to Intervention
services of a large, suburban school district and its ability to increase student-reading
achievement. The findings from this study contribute to the existing RTI literature in the
field of education. A first recommendation for further research would be to expand upon
the participants and compare those receiving the interventions to those students who sat
for the assessments and received no interventions. Comparing these two groups would
provide further evidence as to the effectiveness of RTI. In addition, further research could
expand the field of participants to other schools and school districts. Expanding the scope
of school districts would allow the researcher to analyze varying levels of socioeconomic conditions and their influence on RTI’s effectiveness. A future researcher
could also modify the design of the study and facilitate a mixed methods approach. The
incorporation of stakeholder and student interviews would incorporate data from those
who are facilitating and receiving the RTI services.
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A final suggestion toward future research would be to analyze the individual
interventions and test their effectiveness. The next researcher would benefit from
analyzing the various tiers of RTI and vetting the least to most effective interventions in
supporting student-reading achievement. At the heart of any sustainable and effective
RTI program are research-based interventions delivered with increasing intensity and
frequency. The interventions would be evaluated at each tier and their significance
assessed in order to best inform the creation of a sustainable RTI model.
Implications for Future Practice
The findings from this study can serve to inform future practice. There is a
significant correlation between students who receive sustained and consistent
interventions over multiple years and an increase in achievement on i-Ready reading
assessments. As Fuchs et al. (2012) determined, there is no specified framework for RTI
at the national, state, or local levels and there is tremendous variation in how individual
RTI is implemented around the country. As the various stakeholders in public education
continue to construct RTI programs to best support student-reading achievement, this
particular study highlights the importance of sustained and consistent interventions.
In addition, the study showed no significant impact on a specific gender or those
with chronic absenteeism. Essentially, males and females had similar responses to
intervention and achievement on the reading assessments. Surprisingly, chronic
absenteeism did not have a significant effect on student achievement levels.
The findings in this study will serve to assist policyholders, administrators,
teachers, etc. in constructing and coordinating highly effective and sustainable RTI
programs.
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Conclusion
The purpose of RTI is to provide a system of supports and interventions to
increase student success and achievement. From A Nation at Risk to Race to the Top
(Fuchs et al., 2012), our nation’s politicians have attempted to invoke mandates and
reforms that introduced interventions created to best support student socially and
academically. This study set out to determine if a large, suburban school district on the
south shore of Long Island was successfully supporting student-reading achievement with
their present RTI format. The statistical analyses determined that the district’s RTI
program resulted in an increase in i-Ready reading examination results over a three-year
period. Additionally, the study surprisingly deduced that gender and chronic absenteeism
were not predicting factors for achievement as it pertained to the participants in the study.
There is a tremendous amount of variability in how RTI programs are organized
and facilitated from school district to school district. Since the initial unveiling of RTI in
2004, there have been countless versions of RTI and the plan conducted in the district
included in the study had a significant correlation to increased scaled scores on the iReady reading assessments. There will always be a dilemma in evaluating the
effectiveness of RTI programs due to the inordinate number of the circumstances and
conditions surrounding the districts where they are facilitated. Based upon the research in
this study, RTI can have a positive effect on struggling students’ reading achievement.
RTI, if implemented to fidelity, provides research-based practices that offers
interventions to supplement high-quality instruction and support achievement for all
students.
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Epilogue
This study was conducted to determine if the district analyzed in the study was
providing adequate academic supports to struggling readers at the elementary and middle
levels. The researcher was pleasantly surprised by the positive results detected from the
inferential analyses. The results implied that students receiving academic interventions
over a three-year period displayed academic growth on the i-Ready reading diagnostic. In
addition, contrary to most educational research, males and females shared equal rates of
academic success. Lastly, high rates of absenteeism did not significantly affect the rate of
achievement.
The results of this study have motivated the researcher to continue and analyze
the interventions on a more granular level and incorporate a greater number of variables.
The goal of the continued research is to deduce if this district has cracked the gender and
absenteeism code. This study was conducted during a period of forced isolation that
resulted from a global pandemic. The researcher intends upon broadening the scope of
the next phase of this research to other districts, including those that are underserved.
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